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Abstract 

The current research was conducted with the purpose of analyzing the effect of Montessori method supported by Social 
Skills Training Program on kindergarten children’s skills of understanding feelings and social problem solving. 53 
children attending ihsan Dogramaci Applied Nursery School affiliated to Selcuk University, Faculty of Health Sciences 
in Konya during 2013-2014 school year were included in the study group. Wally Feelings Test and Wally Social 
Problem Solving Test were used as data collection tools. The tests were applied to the children as pre and post-test. In 
addition, the tests were applied to the experimental group again six weeks after the end of the educational program. 
Kruskal Wallis H test and Wilcoxon Signed Rank Test were used for the analysis of the data. When findings were 
analyzed comparing post-test scores of Wally Feelings Test and Wally Social Problem Solving Test of experimental and 
control groups 1 and 2, it was found that there was a significant difference in favour of the experimental group. When 
comparing the post and follow-up test scores of Wally Feelings Test and Wally Social Problem Solving Test of the 
experimental group, it was seen that there was no significant difference. In conclusion, the study results showed that 
Montessori method supported by Social Skills Training Program supports the development of children’s skills of 
understanding feelings and social problem solving. 

Keywords: social skill training programs, understanding feelings, social problem solving, Montessori method 

1. Introduction 

Preschools exist in the education system of countries as the institutions supporting children in order to prepare them for 
social life and environment (Durualp and Aral, 2010). The activities presented through preschool programs play a role 
in children’s participation in groups, healthy communication with others, acquisition of essential habits, expression of 
feelings in a comfortable manner and enhancement of social and pro-social skills such as sharing, cooperation and 
helping each other. Today, studies largely focus on how to extend preschool services and increase their qualities rather 
than emphasizing how important it is to provide an environment with rich stimuli and introduce planned activities 
(Toran, 2011). In order to provide quality service in preschool education, it is highly important to improve the quality of 
preschool staff, physical conditions and educational programs as well as promoting investments and making healthy 
policies and planning (Temel, 2005). 

Studies conducted on early childhood programs and practices have made a contribution to the emergence of novel 
models in preschool education. Though earlier ones were European based models, they have spread across the world 
over time and led to the emergence of new models. Several progressive approaches born in Europe such as Waldorf, 
Montessori and Reggio Emilia have influenced not only the whole Europe but the regions outside Europe, as well. 
Some other approaches such as Head Start, High Scope and Bank Street emerged in the USA after 1950s as a result of 
the efforts to support preschool education and improve children’s adaptation to society. These modern approaches have 
a common goal related to the quality of the education to be provided to children (Thomas, 2008; Toran, 2011). Among 
these approaches, Montessori method is also used as an alternative education model in some university nursey schools 
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and some private preschools in Turkey just like the way it is in the world. The reasons are that Montessori method is a 
child-based method and it emphasizes the specially-arranged environment that allows freedom for children, provides 
opportunities for children to learn by practising and experiencing, values family involvement and offers individualized 
education ((jakiroglu Wilbrandt, 2011; Kayili and An, 2011; Morrison, 2007; Toran, 2011). Criticisms against 
Montessori method mainly include specially arranged environment, mixed age groups, its focus on child’s attention 
within small groups and individualized education practices. This different educational perspective of Montessori 
method let researchers and parents think that it has negative effects on child’s social skills or it makes no difference 
compared to other preschool models (Castellanos, 2002; Chou, 2004; De Vries and Goncii, 1987; Flynn, 1991; Gleen, 
2003; Hobbs, 2008; Kayili and Ku§cu, 2012; Ke 9 ecioglu, 2015; Kx> 9 yigit and Kaydi, 2008; Korkmaz, 2005; Rathunde 
and Csikszentmihalyi, 2005). 

The expansion in the social environment of children occurring especially with starting a school allows them to learn 
how to arrange their relationships and how to resolve interpersonal problems and it also helps them put into practice 
what they have already learned. The skills of problem solving and understanding feelings arise as an important 
determinant for adjustment during this developmental stage (Biggam and Power, 1999; Shure and Spivack, 1982; Yaban 
and Yiikselen, 2007). As children’s social skills improve, their problem-solving skills also develop and they leant to 
work out new strategies (Rubin and Krasnor, 1986). Solving social problems requires developing the skills children 
need to communicate with their environment and also the ability to accurately understand feelings of their own and 
others (Yaban and Yiikselen, 2007). Social skills are the behaviors that children can leant by means of appropriate 
teaching principles and effective programs (Avcioglu, 2005; Dereli, 2008; Durualp and Aral, 2010; Reid, 
Webster-Stratton and Hammond, 2007; Webster-Stratton, Reid and Hammond, 2001; Webster-Stratton and Reid, 2004). 
Social Skills Training Program is one of these programs. Social Skills Training Program facilitates children’s adaptation 
to their environment by allowing their social development and developing their ability to understand feelings and their 
social problem solving skills which are necessary for them to communicate with their environment. Previous research 
showed that children incapable of understanding feelings and solving social problems are more open to experiences 
such as rejection by their peers, adjustment and communication problems, low academic scores, lack of cooperation 
with others, problem behaviors and social isolation (An and Yaban, 2012; Coie and Dodge, 1998; Parker and Asher, 
1993; Werner and Crick, 2004). For that reason, children’s social development needs to be supported by further training 
and supplementary programs. 

This study focuses on the effect of Montessori Method supported by social skills training program on preschool 
children’s ability to understand feelings and their social problem solving skills. Accordingly, three different groups 
attending a preschool were selected for the study; a) Pure-Montessori Group, b) Montessori Group supported by Social 
Skills Training Program and c) State-Program Group - receiving the Preschool Education Program developed by the 
Ministry of National Education, Republic of Turkey (MNE). 

2. Method 

2.1 Design of the Study 

This study was conducted as a pretest/posttest control group experimental design. In the research design, the dependent 
variable is preschool children’s skills of understanding feelings and their social problem-solving skills. Montessori 
method supported by social skills training program is the independent variable. Children in the experimental group 
received preschool education based on the Montessori method supported by social skills training program. Children in 
the Control Group 1 were instructed by pure Montessori method while children in the Control Group 2 learnt through 
MNE Preschool Education Program. 

2.2 Sample of the Study 

For the sample of study, the programs provided to 36-60 month-old children in the nursery school were taken into 
account. There are two types of preschool education program provided in the school; A- Preschool Education Program 
developed by the Ministry of National Education (MNE Program, one group), B- Montessori-based Program (two 
groups). One of two Montessori groups was randomly assigned as the Pure-Montessori Group (Control Group 1) and 
the other as the Montessori Group supported by Social Skills Training Program (Experimental Group). The group 
receiving MNE program was assigned as the second control group (Control Group 2). 

The reason for choosing the above-mentioned school is because it offers different preschool programs (MNE program 
and Montessori program are provided independently in different groups), it has appropriate physical conditions, school 
administration is willing to cooperate and the school serves as a lab in the field of child development and education. 

For the study groups, classes offering preschool education to 36-60 month-old children at ihsan Dogramaci Applied 
Nursery School affiliated to Selcuk University Faculty of Health Sciences were included. Experimental and Control 1 
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Groups were formed based on the random cluster sampling method. Since there is only one class receiving MNE 
program, all children in this program were assigned to Control Group 2. A total number of 53 children were included in 
the study; 18 in the Experimental group, 19 in Control Group 1 and 16 in Control Group 2. 

Gender distribution of experimental and control groups were given in Table 1. 

Table 1. Gender distribution of children in experimental and control groups 


Gender Experimental Group Control Group 1 Control Group 2 



n 

% 

n 

% 

n 

% 

Girls 

10 

55.6 

6 

31.6 

n 

68.8 

Boys 

8 

44.4 

13 

68.4 

5 

31.2 

Total 

18 

100 

19 

100 

16 

100 


As seen in Table 1, in the experimental group there are 10 girls (%55.6) and 8 boys (%44.4); 6 of the children (%31.6) 
are girls and 13 (%68.4) are boys in the control group 1 and the numbers of girls and boys are 11 (%68.8) and 5 (%31.2) 
respectively in the control group 2. Besides, the arithmetic mean of age is ( X ) 3.61 years for the experimental group, 
3.68 years for the control group 1 and 3.63 years for the control group 2. Preschool duration of the children was also 
checked since it was likely to affect the results of the study. It was found that the average school duration was ( X ) 1.44 
years for the children in the experimental group, 1.52 years for those in the control group 1 and 1.43 years for the 
control group 2. 

Wally Feelings Test - which is used to assess children’s ability to understand feelings - was administered to the children 
in order to see whether the experimental and control groups were similar at the baseline and pre-test mean scores of the 
groups were presented in Table 2. 


Table 2. Pre-test scores of experimental and control groups on Wally Feelings Test 


Group 

n 

X 

SS 

Mean Rank 

sd 

X* 

P 

Significance 

Experimental Group 

18 

4.33 

1.13 

30.31 

2 

2.502 

.289 

- 

Control Group 1 

19 

4.15 

1.89 

27.89 





Control Group 2 

16 

3.50 

1.75 

22.22 






As shown in Table 2, pre-test mean ranks of three groups on Wally Feelings Test were compared using Kruskal Wallis H 
Test. The ranks obtained for each group are as follows; experimental group =30.31, control group 1 = 27.89 and 
control group 2 = 22.22. The X 2 value (2.502) was computed and found to be insignificant; X 2 (sd=2, n=53)=2.502, 
p>.05. That means, there was no significant difference between the pre-test scores of experimental and control groups 
and they were statistically equivalent. 

The data in Table 3 shows the results of pre-test mean scores that children achieved on Wally Social Problem Solving 
Test, which is used to measure children’s social problem solving skills. 


Table 3. Pre-test scores of experimental and control groups on Wally Social Problem Solving Test 


Group 

n 

X 

SS 

Mean Rank 

sd 

X 2 

P 

Significance 

Experimental Group 

18 

6.94 

2.23 

30.17 

2 

1.200 

.549 

- 

Control Group 1 

19 

6.10 

3.08 

24.89 





Control Group 2 

16 

6.31 

2.67 

25.94 






Pre-test mean ranks of three groups on Wally Social Problem Solving Test were compared using Kruskal Wallis H Test, 
as can be seen in Table 3. The mean rank calculated for the children in the experimental group was 30.17 while it was 
24.89 and 25.94 for the control group 1 and 2 respectively. The analysis performed for X 2 value (1.200) showed that it 
was not significant; X 2 (sd=2, n=53)=1.200, p>.05. Accordingly, there was no significant difference between the pre-test 
scores of experimental and control groups on Wally Social Problem Solving Test and the groups were statistically 
equivalent. 

2.3 Data collection Instruments 
2.3.1 Wally Feelings Test 

Wally Feelings Test is used to measure children’s ability to understand feelings, it was developed within the scope of the 
project “Incredible Years” which was founded by Carolyn Webster-Stratton in the Parenting Clinic at the University of 
Washington. In this test, children are shown eight pictures of positive and negative situations and are asked how the 
characters in the pictures feel. The hypothetical situations in the test are pictured in two different forms to be suitable 
for the gender of test taker. That is, girls are tested using pictures with female characters while boys are tested using 
pictures with male characters (Dereli, 2008; Webster-Stratton, 1990; Webster-Stratton, Reid and Stoolmiller, 2008; 
Webster-Stratton, Reid and Beauchaine, 2013). 

They get one (1) point when children correctly identify the feelings the characters in pictures would feel in positive and 
negative situations and they get zero (0) point when they identify the feelings incorrectly or cannot identify at all. The 
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sum of the points obtained from all hypothetical situations provides the total score. In the test, the highest and the 
lowest possible scores are eight (8) and zero (0), respectively. Emotion vocabulary codes are used to determine which 
feeling words used by the child are acceptable and which are not acceptable. The response is considered correct and 
the child gets one (1) point if she/he chooses any word from the code list across the test item to identify the feeling 
depicted in the relevant situation; if the response provided by the child is not in the code list, the child gets zero (0) 
point. In the present study, Kaiser-Meyer-Olkin (KMO) coefficient was found to be .787 for Wally Feelings Test and 
Bartlett’s test of Sphericity performed for Wally Feelings Test was found significant (X 2 =948.677; p<.001). 
Consequently, results indicated fitness of the data for the factor analysis. The results of the factor analysis showed that 
items including 8 hypothetical situations of the test were grouped under a single factor. The proportion of the variance 
explained by this single factor was %35.478. Given the common threshold of 30%, the results indicated that the test had 
a single factor ((”okluk, §ekercioglu and Buyiikoztiirk, 2010). Principal Components Analysis showed that factor 
loadings of items ranged from .47 to .63. Biiyiikoztiirk (2012) suggests that items with factor loading of .30 or higher 
can discriminate well an individual from another. 

For its concurrent validity, Wally Feelings Test was compared to the Assessment of Children’s Emotional Skills - 
Identification of Emotions (Durmu§oglu Saltali, Deniz, (,'elikoz and An, 2009), which is a reliable and valid measure. 
31 children were included in the concurrent validity study. Tests were administered to the children individually in two 
sessions - with a two-day break. A positive and significant relationship was found between children’s scores on Wally 
Feelings Test and the Assessment of Children’s Emotion Skills - Identification of Emotions 1-0.743, p<.01. 

Kuder Richardson-20 (KR-20) formula was used to measure the internal consistency of Wally Feelings Test. The 
reliability coefficient of Wally Feelings Test was found to be .76 (n=50) for 3 year-old children, .84 (n=145) for 4 
year-old children and .80 (n=504) for 5 year-olds. For a psychological test, a reliability coefficient of .70 and higher is 
considered satisfactory for the reliability of test scores (Buyiikoztiirk, 2012). Accordingly, KR-20 reliability coefficients 
calculated separately for each group provided evidence for the reliability of Wally Feelings Test. 

Results of the split-half test reliability showed that reliability coefficients calculated for each group were as follows; .78 
(n=50) for three-year old children, .77 (n=145) for four-year olds and .72 (n=504) for five-year olds. These values show 
that split-half reliability coefficient of the test is adequate. 

For the test-retest reliability, Wally Feelings Test was administered to 28 children twice with four weeks break and the 
consistency of children’s responses to each item was analyzed. Consistencies between the first and second measure 
were calculated individually for all participants. The lowest and the highest consistency ratios between the first and 
second measure were .50 and .87, respectively. The average consistency ratio was found to be .73. The data obtained 
suggests that test-retest reliability of Wally Feelings Test is satisfactory. 

2.3.2 Wally Social Problem Solving Test 

Wally Social Problem Solving Test is used to measure social problem solving skills of the children in the study group, it 
was derived from Spivack and Shure’s (1985) Preschool Problem Solving Test and Rubin and Krasnor’s (1986) Child 
Social Problem Solving Test. This test was developed within the scope of the project “Incredible Years” which was 
founded by Carolyn Webster-Stratton in the Parenting Clinic at the University of Washington (Webster-Stratton, 1990; 
Webster-Stratton, Reid and Beauchaine, 2013). It measures children’s problem solving skills by analysing their 
responses to the conflicts arising from hypothetical interpersonal relationships. Test has two different forms designed 
for girls and boys. Both forms have 15 pictures depicting conflicts or problems in interpersonal relationships. In the 
form for boys, the child in the hypothetical situation is a boy and the character in the form for girls is a girl. Each of the 
15 pictures depicting hypothetical situations is shown to the child and after each picture the child is asked what s/he 
would do or say to solve the problem if they faced such a problem. Children are encouraged to respond as many 
questions as possible. 

On the test, the hypothetical situations presented to children cover 11 themes. These are rejection, making a mistake, 
unjust treatment, victimization, prohibition, loneliness, being cheated, disappointment, dilemma, adult disapproval and 
attack (Dereli, 2008; Giren, 2013; Ydmaz, 2012). 

Wally Social Problem Solving Test presents to the children 15 coloured pictures with hypothetical problems and asks 
what they would do when they face such a problem. Each response of the child is coded and recorded after comparing 
them to the solution strategies within the prosocial and agonistic categories of Wally’s Test. The recorded responses are 
scored on the scoring sheet as positive (P), negative (N) or not scorable (left blank). Each prosocial response of the 
child is scored as positive, each antisocial response as negative and those unresponded ones are scored as not scorable. 
For each positive response the child gets one (1) point while negative and not scorable responses are given a point of 
zero (0). On the test, the highest and the lowest scores are fifteen (15 ) and zero (0), respectively. 
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It the present study, KMO coefficient for Wally Social Problem Solving Test was calculated to be .814. The result of 
Bartlett Sphericity test was found significant (X 2 =l 164.354; p<.01). Based on the results obtained, it was seen that the 
dataset was appropriate for factor analysis. Factor analysis revealed that 15 items on Wally social Problem Solving Test 
were combined into a single factor. Explanatory rate of a single factor is 46%. Given the common threshold of 30%, the 
results showed that the test had one factor. Factor loads of the items were examined according to Principal Components 
Analysis and it was found that factor loads of the items ranged between .34 and .67. 

Richardson-20 (KR-20) formula was used to measure the internal consistency of Wally Social Problem Solving Test. 
The reliability coefficient of Wally Social Problem Solving Test was found to be .72 (n=50) for 3 year-old children, .79 
(n=145) for 4 year-old children and .81 (n=504) for 5 year-olds. 

Results of the split-half test reliability showed that reliability coefficients calculated for each group were as follows; .69 
(n=50) for three-year old children, .74 (n=145) for four year olds and .77 (n=504) for five-year olds. Spearman Brown 
coefficients calculated for each age group show that split-half reliability coefficient of the test is adequate. 

For the test-retest reliability, Wally Social Problem Solving Test was administered to 28 children twice with four weeks 
break and the consistency of children’s responses to each item was analyzed. Consistencies between the first and second 
measure were calculated individually for all participants. The lowest and the highest consistency ratios between the first 
and second measure were .66 and .93, respectively. The average consistency ratio was found to be .77. The data 
obtained confirms that test-retest reliability of Wally Social Problem Solving Test is satisfactory. 

2.4 Social Skills Training Program Administered to Experimental Group 

Developed by Webs ter-Stratton (1990), this classroom-based program was intended for children between 3 and 8 years 
old and has three different versions. These are nursery school, nursery classes and primary school (Grade 1-3) versions. 
This study used the nursery school version developed for 3 to 5 years old children. The program consists of 64 lesson 
plans and over 300 activities. Moreover, it includes “Dinosaur Homework Activities” that parents do with their children 
which is intended to increase parental involvement and support children’s skills at home. The program is implemented 
twice a week at least and a single lesson plan includes 15 to 20-minute large group activities and 20-minute small group 
activities which are performed following the large group activities. Parents are sent letters on regular basis about the 
concepts and the skills that are taught to children at school and parents are encouraged to participate in classroom 
activities. The program focuses on seven units; learning the rules, success at school, emotional and empathetic skills, 
social problem solving, anger management, friendship and communicative skills (Webster-Stratton and Reid, 2004; 
Webster-Stratton, 2012). 

2.5 Analysis of the Data 

To analyze the data obtained from both Wally Tests, two non-parametric tests - Kruskal Wallis H and Wilcoxon Signed 
Rank Test - were used to compare independent and dependent sample groups, respectively. The significance of the 
difference between the scores was tested at .05 significance level. 

3. Results 

The Kruskal Wallis H test was applied to determine whether there was a significant difference between post-test scores 
of the experimental and control groups on Wally Feelings Test and the results were presented in Table 4. 

Table 4. Kruskal Wallis H test results for post-test scores of experimental and control groups on wally feelings test 


Group 

n 

X 

SS 

Mean Rank 

sd 

x l 

P 

Significance 

Experimental 

18 

7.88 

.32 

42.44 

2 

29.013 

.000 

A-B. A-C* 

Control 1 

19 

5.57 

1.57 

19.37 





Control 2 

16 

5.50 

1.36 

18.69 






*A= Experimental Group, B= Control Group 1, C=Control Group 2 


As shown in Table 4, Wally Feelings Test post-test scores in the experimental group are statistically significantly higher 
than those in the control groups 1 and 2. Kruskal Wallis H Test revealed that the difference between the groups was 
statistically significant, x 2 (sd=2, n=53)=29.013, p<.05. Mann Whitney U test was performed in order to establish 
between which two groups the significant difference occurred and it was seen that post-test scores of the children in the 
experimental group were significantly different from the scores achieved in the control groups 1 and 2. 

In the study, post-test scores of experimental and control groups on Wally Social Problem Solving Test were compared 
using Kruskal Wallis H Test to find out if there was a significant difference and the results were presented in Table 5. 
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Table 5. Results of the Kruskal Wallis H Test for post-test scores of experimental and control groups on Wally Social 
Problem Solving Test 


Group 

n 

X 

SS 

Mean Rank 

sd 

2 

X 

P 

Significance 

Experimental 

18 

14.22 

1.06 

44.08 

2 

34.866 

.000 

A-B, A-C* 

Control 1 

19 

9.77 

2.73 

19.66 





Control 2 

16 

9.68 

1.01 

16.50 






*A= Experimental Group, B= Control Group 1, C=Control Group 2 


It is seen in Table 5 that post-test scores that children in the experimental group achieved on Wally Social Problem 
Solving Test are statistically significantly higher than the scores obtained by those in the control groups 1 and 2. 
Kruskal Wallis H Test showed that the difference between the groups was statistically significant, x 2 (sd=2, 
n=53)=34.866, p<.05. Mann Whitney U test was performed in order to determine between which two groups the 
significant difference occurred and it was seen that post-test scores of the children in the experimental group were 
significantly different from the scores recorded in the control groups 1 and 2. 

To test whether the difference was significant between the post- and follow-up test (performed six weeks after the 
completion of intervention) scores of the experimental group children, Wilcoxon Signed Rank Test was conducted and 
the results of the comparison were presented in Table 6. 


Table 6. Results of the Wilcoxon Signed Rank Test for post- and follow-up test scores of the experimental group on 
Wally Feelings Test 



n 

Mean Rank 

Sum of Ranks 

z 

P 

Negative Rank 

3 

3.00 

9.00 

-.447* 

.655 

Positive Rank 

2 

3.00 

6.00 



Ties 

13 





Total 

18 






*Based on Positive Rank 


According to the data in Table 6, no significant difference was observed in z score when post- and follow-up test scores 
of the children were compared (z=-.447, p>.05). Given the mean rank and sum of ranks, it was seen that there was a 
decline in Wally Feelings Test scores of three children in the experimental group but this did not lead to a significant 
difference between the mean ranks of post- and follow-up tests. This finding suggests that Montessori method supported 
by Social Skills Training Program has produced a lasting impact on children’s skills of understanding feelings. 

To test whether the difference was significant between the post- and follow-up test (performed six weeks after the 
completion of intervention) means of the experimental group children on Wally Social Problem Solving Test, Wilcoxon 
Signed Rank Test was performed and the results were presented in Table 7. 


Table 7. Results of the Wilcoxon Signed Rank Test for post- and follow-up test scores of the experimental group on 
Wally Social Problem Solving Test 



n 

Mean Rank 

Sum of Ranks 

z 

P 

Negative Rank 

2 

4.75 

9.50 

-.776* 

.438 

Positive Rank 

5 

3.70 

18.50 



Ties 

11 





Total 

18 






* Based on Negative Rank 


As seen in Table 7, there was no significant difference in z score when post- and follow-up test scores of the children 
were compared (z=-.776, p>.05 ). Given the mean rank and sum of ranks, it was seen that there was a decline in Wally 
Social Problem Solving Test scores of two children in the experimental group but this did not cause a significant 
difference between the mean ranks of post- and follow-up tests. This finding confirms that Montessori method 
supported by Social Skills Training Program has produced a lasting impact on social problem solving skills of children 
in the experimental group. 

4. Discussion and Interpretation 

In order to see the effect of Montessori method supported by Social Skills Training Program on preschool children’s 
skills of understanding feelings and social problem solving, post-test mean scores that the children in the experimental, 
control 1 and 2 groups achieved on Wally Feelings and Social Problem Solving Skills Tests were compared. Children in 
the experimental group received Montessori education supported by social skills training program while those in the 
control groups followed the pure Montessori way of learning and MNE Preschool Program. The difference was found 
significant at the .05 level between the post-intervention mean scores that experimental and control groups achieved on 
Wally Feelings and Social Problem Solving Skills Tests. Based on this finding it might be suggested that this difference 
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was not due to the development of children and the basic education programs implemented in the classes (Montessori 
and MNE Preschool Program), but was due to the supportive social skills training program which probably affected 
children’s skills of understanding feelings and social problem solving. In other words, there was an increase in 
children’s levels of understanding feelings and social problem solving thanks to the social skills training program. 

One of the crucial changes in early childhood occurs in the emotional world of children. In this period, children 
gradually develop skills that help them be aware of and understand the feelings of others and their own (Santrock, 2015). 
As reported by Dunn and Hughes (1998), it is really important for the maintenance of social relationships that children 
can understand the feelings of their peers with whom they interact socially. The skills of understanding feelings are 
considered to be an important prerequisite for children’s social development (Webster-Stratton and Reid, 2004; 
Webster-Stratton, 2012). In the literature, there are many studies that support the findings of the present study with a 
conclusion that social skills training programs focusing on the improvement of emotional skills have a positive impact 
on children’s social skills (Gunter, Calderalla, Korth and Young, 2012; Kramer, Calderalle, Christensen and Shatzer, 
2010; Powless and Eliot, 2002; Webster-Stratton and Reid. 2004). 

According to Webster-Stratton and Reid (2004), there are three different approaches to teach children social skills and 
support their emotional skills. These are parent training, teacher training and child training which includes direct 
practices with children. Of these, the last one - doing direct practices with children - is the most common approach and 
this can be achieved by means of preschool education programs. Today, there are many different types of preschool 
education approaches. All known early childhood education programs intend to support all developmental areas of 
children. The basic philosophy underlying the Montessori method is that it prepares children for the real life by making 
them independent from adults. For that reason, it is one of the main goals to make children individuals who can solve 
their problems independently by supporting them in all developmental areas. There is a body of experimental and 
longitudinal research reporting positive effects of Montessori method on children’s academic and concentration skills 
and cognitive, language and psycho-motor development and there is a common consensus among researchers on this 
issue (Ansari and Winsler, 2014; Byun, Blair and Pate, 2013; Franc and Subotic, 2015; He, Yan, Zuo, Liu and Zhang, 
2009; Jarvis, 2015; Kayili and Art, 2011; Kayili, Ko^yigit and Erbay, 2009; Ko?yigit, Kayili and Erbay, 2010; Lopata, 
Wallace and Finn, 2005; Toran, 2011; Yildinm Dogru, 2015; Yigit, 2008). On the other hand, there are also studies with 
different findings about the effect of Montessori method on children’s social skills (Castellanos, 2002; Chou, 2004; 
DeVries and Goncii, 1987; Flynn, 1991; Hobbs, 2008; Kayili and Ku§cu, 2012; Kefecioglu, 2015; Ko^yigit and Kayili, 
2008). Findings of the present study bring forward that Montessori method needs to be used along with social skills 
training program so that children’s social skills can be enhanced. Besides, criticisms against Montessori method vary as 
specially arranged environment, mixed age groups, its focus on child’s attention within small groups and individualized 
education practices. This different educational understanding of Montessori might lead researchers and parents to think 
that it has negative effects on child’s social skills or it does not make a difference when compared to other preschool 
models (Castellanos, 2002; Gleen, 2003; Ke 9 e 9 ioglu, 2015; Rathunde and Csikszentmihalyi, 2005). The study 
conducted by Keqecioglu (2015) kind of supports this belief. Keqecioglu (2015) examined the social skills of five-year 
old children who were taught through either MNE preschool program or Montessori method. In the study, no 
statistically significant difference was found between the groups in the self expression and self-control mean scores of 
the social skills scale while a difference was observed in the cooperation subscale in favour of the children who used 
MNE Preschool Program. Besides, though it is asserted that the mixed age group model in Montessori method supports 
children’s social development, it is not adequate alone (Hendron, 2011) and activities supporting social and emotional 
development need to be integrated with the daily program. 

In this study, Montessori method was used as combined with social skills training program which was developed as a 
classroom-based approach by Webster-Stratton (1990). This program is aimed at improving children’s social skills by 
supporting social problem solving and emotional skills. The methods followed in the program might be the reason why 
the children in the experimental group achieved higher scores in understanding feelings and social problem solving 
skills when compared to the children in control 1 and 2 groups. Rather than direct skills teaching, methods such as 
cooperative learning, peer-mediated learning, modelling and video modelling, drama, role playing and coaching were 
used in the program. Also, family letters and at-home activities were benefitted to support skills in the home 
environment. 

There exist in the literature some research results confirming the effectiveness of the social skills training program 
which is implemented in an eclectic way and aimed at developing emotional skills. Powless and Eliot (2002) reported 
that the Head Start Program supported by social skills training is influential in children’s emotional development and 
developing terminal social behaviours. A review of literature showed studies with similar findings about the 
effectiveness of the training programs implemented in an eclectic way to improve emotional skills and these are 
consistent with the findings of the present study (Bierman, Domitrovich, Nix, Gest, Welsh, Greenberg, Blair, Nelson 
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and Gill, 2008; Domitrovich, Cortes and Greenberg, 2007; Durmu§oglu Saltali, 2010). 

In the social skills training program provided for the experimental group, the frequent use of activities targeting 
emotional and social problem solving skills is considered to have reduced children’s aggressive and destructive 
behaviours. When they solve their problems, children firstly relive their discomfort and become successful and this way 
they can manage their anger. In addition, social skills training program introduces alternative ways to solve problems by 
offering pro-social behaviours for the prevention of problems. Also, the activities in the program to increase children’s 
anger management skills seem to have had a positive impact on the social problem solving mean scores of the 
experimental group children. 

Sessions in the social skills training program are based on a constant repetition and the training process takes place 
systematically with lessons built up on top of each other. In this way, children get a lot of pleasure from participating in 
the lessons and each lesson has a comprehensive content and this positively affects children’s listening and attention 
skills. Moreover, drama activities, video modelling method and using puppets as models, stories promoting concept 
development and placement of posters facilitating problem solving in a way to be clearly seen by children are thought to 
be social skills teaching methods that are likely to contribute to the difference observed in social problem solving skills 
of the children in the experimental group. 

Meta-analysis studies looking into the effectiveness of different training models designed to support children’s social 
competence and social problem solving skills indicate that it is emphasized in the studies that these programs have 
created a significant impact on the individuals. However, it is argued that combined programs or those implemented in 
an eclectic way have produced more effective outcomes compared to single programs (Anhak and Din 9 er, 2005). It is 
underlined in the literature that children participating in various social skills training programs in early childhood make 
good progress in their social problem solving skills and pro-social behaviours (Hutchings, Bywater, Gridley, Whitaker, 
Martin-Forbes and Gmffydd, 2011; Webster-Stratton, Reid and Hammond, 2001). 

In this study, parental involvement is considered to be another factor that increased the effectiveness of Social Skills 
Training Program. In the program, there are at-work activities that parents do with their children which are intended to 
increase parental involvement and support children’s skills at home. At the end of each session, supplementary activities 
recommended to be performed at home with parents were sent to children’s home and parents were requested to give 
feedback on these activities. Also, at the beginning and end of each unit, parents were sent letters related to the target 
concepts and skills taught to children at school. In this way, parents were encouraged to participate in classroom 
activities. This sharing between the family and educational institution consolidated the cooperative activities between 
parents and school. These activities allowed parents to have a chance to get to better know their children and the 
activities might have intensified their efforts to be a positive model in their social communication with children. As 
reported by Catron (1993), children feel supported and more motivated to learn when parents do activities with them in 
and outside the classroom. The study conducted by Ya§ar Ekici (2013) on the effect of parental involvement on 
children’s social skills kind of supports the findings of the present research. 

In this study, Montessori method supported by Social Skills Training Program (experimental group) was compared not 
only with the pure-Montessori method (control group 1) but also with the MNE Preschool Education Program (control 
group 2). Although MNE Preschool Program which was developed by a committee of experts is aimed at planning 
activities that support children’s problem solving skills and active participation by taking teachers beyond the traditional 
subject teaching to the objectives and target behaviours, it is seen that these goals are not fully achieved in practice 
(Anhak and Dinfer, 2005). 

5. Recommendations 

The present study concluded that Montessori method supported by Social Skills Training Program had a positive effect 
on preschool children’s skills of understanding emotion and social problem solving. It is recommended that this method 
be used along with Social Skills Training Program. Children’s skills of understanding feelings and their social problem 
solving skills were examined in this study. Future studies are recommended to explore children’s peer relationships, 
their relationships with teachers and social environment and their attitudes of independence and responsibility. The 
participants in the present study were children with typical development. Researchers are advised to explore the effect 
of Montessori method supported by Social Skills Training Program on the development of children with special needs. 
In addition to Montessori method supported by Social Skills Training Program, some other alternative approaches 
supported by Social Skills Training Program can also be adapted and tested in our country. Adjustments and 
improvements can be made in the preschool education system based on the results of these studies. 
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